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Abstract 
 
This study investigated inclusive practices in Prince Edward Island (PEI) elemen-
tary schools in terms of the supports teachers consider as important for inclusion. 
Twenty teachers were randomly selected to complete a survey, and 5 teachers 
were randomly selected to participate in an interview about inclusion supports. 
The survey in this study adapted The School and the Education of All Students 
Scale. Participants identified and ranked several supports that they deemed im-
portant for successful inclusion. The results indicated that elementary teachers in 
PEI consider certain supports as important when planning an inclusive class-
room, such as class size, curriculum and planning time, training, and other 
incentives. In light of PEI’s continued transition in Special Education services, 
such results provided insight into specific recommendations. The identified teach-
er supports necessitate acknowledgement and understanding by teachers, parents, 
school boards, government, and teacher-training programs to ensure inclusive 
practices are implemented effectively in the PEI school system.  
 
 
Over the last 5 years, inclusionary practices have been integrated into the public school 
system in the province of Prince Edward Island (PEI) with various supports in place. Inclusion, 
in its broadest sense, is defined as serving students with a full range of abilities and disabilities in 
the general education classroom with appropriate in-class support (Crawford, 1994; LoVette, 
1996; Rea, McLaughlin, & Walther-Thomas, 2002; Salend, 2001). The PEI Minister’s Directive 
on Special Education (Minister’s Directive, 2001) defined inclusionary practice as:   
 
…the value system which holds that all students are entitled to equitable access to learning, 
achievement, and the pursuit of excellence in their education. The practice of inclusion transcends 
the idea of physical location, and incorporates basic values that promote participation, friendship 
and belonging. 
 
  Research suggests mixed practices and outcomes within the inclusion movement, with 
positive aspects of inclusion emphasized by some researchers and concerns expressed by others. 
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In a study examining perceptions of students and general education teachers, Fox and Ysseldyke 
(1997) stated that positive effects on the social development of all students can emerge in an in-
clusive classroom. Similarly, other research suggests that peer interaction through modeling and 
the simple physical proximity within an integrated classroom appeared to increase self-esteem 
and promote a sense of belonging in all students (Bunch & Finnegan, 2000; Bunch, Lupart & 
Brown, 1997). Some research findings have raised the concern that regular classroom teachers in 
an inclusive setting may lack the appropriate supports and assistance to adequately meet the 
needs of all their students (Bunch et al., 1997; Daniel & King, 1997). In situations where inclu-
sion is implemented ineffectively, it is often the case that students with disabilities in a general 
education setting do not receive necessary support services (Moore, Gilbreath, & Mauiri, 1998).  
Much research has been conducted about the supports that teachers perceive as necessary 
in an inclusive classroom (Daniel & King, 1997; Lipsky & Gartner, 1998; Lupart, 1998). Bunch 
et al. (1997) conducted a national study on educators’ attitudes towards inclusion, and within this 
survey a number of supports were raised as important, such as pupil–teacher ratio and having 
Educational Assistants. In this survey, a PEI sample was not included in the Atlantic regional 
statistics, likely due to the small population sample size. In terms of supports, other researchers 
have found that certain factors can influence the effectiveness of an inclusive classroom, such as 
lack of teacher training or in-service, inadequate teacher support, and poverty (Hammond, 2003). 
Additionally, Norrell (1997) suggested that an inclusive classroom requires prior and on-going 
training for teachers, additional planning time, limited number of special education students, 
provision for teacher aides, additional monetary resources, and support from principals and other 
staff.  
 According to Statistics Canada (Kohen, Uppal, Guevremont, & Cartwritght, 2006), the 
proportion of children with disabilities in PEI is consistent with the national average: (a) The 
proportion of children with mild to moderate disability in PEI is approximately 2.4%; across 
Canada, the proportion is approximately 2.3% and (b) the proportion of children with severe to 
very severe disability in PEI is approximately 1.6%; across Canada, the proportion is approx-
imately 1.7%. 
   All elementary schools across PEI are inclusive, meaning that all students are taught in 
the regular classroom with their peers. Nevertheless, classroom instructions, programs, and ser-
vices are adapted or modified in terms of curriculum, materials, facilities (physical space), 
alternative methodologies, or additional support from staff (Minister’s Directive, 2001). In PEI, 
for adaptation or modification to occur the student must have an Individualized Educational Plan 
(IEP) created by referred professionals. Despite having directives in place, disconnect can still 
occur between available supports for inclusionary services and implementing the supports to 
practice inclusion.  
Previous research on inclusionary supports led to this present study’s examination of 
teacher supports in PEI. This research examined the supports that PEI teachers deem to be im-
portant to effectively implement inclusive practices. In PEI, special education policies continue 
to transition, and little research or evaluation has been conducted on current inclusive practices 
in the province. New policies have continually been developed based on the MacKey Special 
Education Report, an extensive review of special education services in PEI. The results of the 
present study provide input for the continued development of policies and practices in inclusio-
nary practices in elementary schools in PEI, where special education is in a period of transition.  
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Methodology 
 
The present study investigated the question: What supports do regular classroom teachers 
identify as necessary to meet the needs of all students in inclusive elementary classrooms in 
Prince Edward Island? Surveys and interviews were the primary methods of data collection. The 
purpose of the surveys was to gauge teachers’ concerns about inclusion and the supports that 
they perceive as necessary for inclusion to be effective for all students. The interviews were in-
tended to add depth and clarity to survey answers. The survey and interview were administered 
with minimal disruption or interference to the regular classroom teaching. The surveys were ad-
ministered first and the interviews conducted afterwards; all data collection was completed 
within a 4-month period.  
 
 
Site and Population Selection 
 
The research sites were inclusive classrooms (grades 1 to 6) in English elementary class-
rooms in PEI. All English regular classroom teachers from elementary schools in PEI were 
invited to participate. Letters of information and permission were written to the two English 
school districts: the Eastern School District and the Western School Board. Teachers interested 
in participating contacted the researcher. In total, 20 elementary teachers from the Western 
School Board (n = 13) and Eastern School District (n = 7) volunteered to participate in the study 
and completed the survey. Participants included 1 male and 19 female teachers ranging in age 
from 26 to 53 years (M = 42.1 years) and teaching experience from 3 to 32 years (M = 18.6 
years).  
 
 
The Survey 
 
An adaptation of The School and the Education of All Students Scale (SEAS) survey, de-
veloped in Colorado by Pearman, Huang, and Mellblom (1997), was utilized. The development 
of the SEAS survey evolved from discussions with district directors of special education, univer-
sity graduate classes in administration and special education, university instructional personnel, 
building administrators, and regular and special education teachers. These discussions focused 
on the needs, hopes, and expectations of each respective group. The survey deals with three is-
sues: (a) incentives (i.e., supports) which might be valuable in encouraging inclusion of all 
students, (b) attitudes and perceptions about educating all students, and (c) areas that may be 
causing concern for educators. Written permission to use this survey in this present study was 
obtained in advance. The survey’s first section on teacher supports—also termed, incentives— 
deals directly with the purpose of this study and article. Table 1 provides the list of questions in 
the survey. In the last question on the survey, participants rank five incentives in order of impor-
tance. This final question was presented as follows: 
 
From the list above, please choose the five items that would provide the most incentive to include 
all students in your school or school board. Place the numbers of the five items in the spaces be-
low with 1 being the most important and 5 of lesser importance.  
 
An instrument field test was conducted before the survey and interview questions were 
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implemented. One teacher with a child with special needs in a combined Grade 2/3 class and 
with resource/teacher assistant support less than 25% of the day, volunteered for a local field test 
with the survey and interview. She reported that the survey questions were comprehensive. Only 
one interview question was modified slightly after the field test to enhance clarification. The 
original interview question asked about training prior to having a student with special needs in 
the class. The revised question asked about training during the year with the student with special 
needs.  
 
 
Procedure 
 
With permission given, a letter of introduction was sent to the elementary principals in 
the two school districts explaining the research and asking for their assistance in identifying vo-
lunteer teachers. During the administration of the survey, the 20 teachers who volunteered were 
contacted and the purpose of the research was explained. The informed consent forms and self-
addressed stamped envelopes were mailed to the participants. Upon receiving the signed consent 
forms, the surveys, and self-addressed stamped envelopes were mailed to the participants. Partic-
ipating teachers were contacted by telephone a week later to ensure that the surveys had been 
received and to check for any questions or concerns, except in cases where the survey was re-
turned before this time. In survey item 20, teachers were asked to choose and rank the five most 
important supports identified in the survey, with the first support listed as most important, and 
the fifth support listed as fifth most important. Point values of 5 to 1 were assigned to each in-
centive item in order of importance (e.g., first ranked incentive equaled 5 points). Table 2 
provides the ranked results. 
 
 
Interviews 
 
Interviews provide an opportunity for participant descriptions to be explored, illuminated, 
and gently probed (Wimpenny & Gass, 2000). Interviews in this study were used to elicit de-
tailed information about inclusion supports. The interviews also allowed the researcher to check 
for accurate understandings of the participants’ meanings. As referred to previously, one inter-
view question was changed from the original SEAS survey for clarification purposes.  
Five of the 9 teachers who had indicated an interest to be interviewed at the end of the 
survey were randomly selected for interviews. Semi-structured interviews, with open-ended 
questions related to the research question, were conducted. Each interview was audio taped and 
took approximately 30 minutes to complete. A tape recorder was approved by participants to re-
duce the distractions of note-taking and also to ensure that the interview was captured in its 
entirety. The recordings were transcribed and the order and phrasing of the questions varied 
slightly in each interview as some respondents elaborated and directed the flow of the conversa-
tions. A continual check for accurate understandings of the participants’ meanings occurred. 
Participants received transcripts of the interview and were asked to contact the researcher if they 
had any questions, concerns, or additional feedback. Participants were engaged in active feed-
back and corroborated the transcription data.  
Questions were structured to enable participants to share their personal experiences and 
their opinions regarding the inclusion of children with disabilities in the regular classroom. Inter-
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view questions included (1) Can you give me a sketch of your life as a teacher? (Include such 
things as years of experience, grades and subjects taught, educational background.); (2) What 
training/professional development did you receive prior to and during having a special needs 
child in your class? (3) Could you tell me about the needs of the special needs child/children in 
your class? (4) What supports (time, personnel, and materials) did you receive from the special 
education/resource teacher? Were there any negative effects from having this support? Were 
there any positive effects from this support? (Please elaborate.); (5) What supports did you re-
ceive from the administration? (6) What supports did you receive from the other staff? (7) Did 
you receive support from a teacher assistant? If so, how much and what type of support was pro-
vided? Were there any positive effects from this support? Were there any negative effects? and 
(8) Were there any supports that would have made your teaching more effective for the whole 
class? 
 
 
Analysis 
 
Upon receipt of completed surveys, data were immediately analyzed and coded. Data of 
the 20 teachers were compiled and 20 frequency graphs were developed for each question to por-
tray results. Table 1 depicts the percentages of response data to the survey questions. Table 2 
depicts how teachers ranked supports.  
Immediately after the interview, notes and observer comments were transcribed verbatim. 
The data from the interviews were coded and categories generated. A search for common voca-
bulary during the initial reading of the transcripts was conducted; preliminary categories were 
developed during the second reading of the transcripts based on findings in the literature review 
as well as survey questions. Categories were added, dropped, or refined as necessary during sub-
sequent readings of the transcripts and data analysis in relation to the research question. To 
consolidate the findings common similarities were integrated from the survey data and inter-
views. The consolidation of findings created three main groupings that represented what supports 
teachers appeared to deem as most important for inclusive practice.  
 
Results 
 
This section summarizes the main findings from the survey regarding what teachers 
deemed as pertinent supports for inclusion. As with the original SEAS survey, there were 19 
supports for the teachers to rate, with item number 20 asking respondents to prioritize 5 of the 19 
incentives. Table 1 reports the main findings from the survey, and Table 2 summarizes the sup-
ports that teachers prioritized as most important.  
As can be seen in Table 2, reduction in class size was considered as being most important 
with an assigned value of 51; the next two most important incentives were assistance with adapt-
ing curriculum and additional support for students with special needs. Other incentives of high 
ranking were training in individualization of instruction, training in the consulta-
tion/collaboration model of education, and additional planning time. Only three incentives were 
not ranked by teachers: the ability to provide teachers with incentives/supports, financial rewards 
to schools, and financial rewards to teachers. 
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Table 1 
Teacher Supports Considered Important (n = 20) 
 
 
Survey Topic: Supports  
 
Very  
important 
Important Not very 
important 
Not at all 
important 
 1. Financial rewards to teachers are important to effective-
ly include all students (one participant did not rate) 
 
5% 
 
25% 65% 
 2. Financial rewards to schools are important to effectively 
include all students (one participant did not rate)  
 
5% 5% 45% 40% 
 3. Ability to provide teachers with incentives to include all 
students was important (two participants did not rate) 
 
15% 30% 30% 15% 
 4. Training in consultation/collaboration model for all staff 
 
55% 40% 5%  
 5. Increased provincial funding as recognition for effective 
inclusion (one participant did not rate) 
 
50% 35% 5% 5% 
 6. Incentives for staff to further education 
 
40% 55% 5%  
 7. Additional planning time for teachers 
 
60% 40%   
 8. Additional in-service or credits toward inclusion certifica-
tion 
 
55% 40% 10%  
 9. Reduced paperwork (one participant did not rate) 
 
25% 50% 20%  
10. Reduced ‘duty time’ to effectively include all students  
 
20% 30% 35% 15% 
11. Additional teacher assistant time for staff who effective-
ly include all students 
 
65% 25% 5% 5% 
12. Increased teaching staff 
 
65% 30% 5%  
13. Assistance with adapting curriculum 
 
75% 25%   
14. Training teacher assistants to work with all students 
 
80% 20%   
15. Training for all staff in individualized instruction for all 
students 
 
60% 35% 5%  
16. Evaluating the effectiveness of inclusion 
 
45% 55%   
17. Reduced class size/student–teacher ratios 
 
80% 20%   
18. Team teaching with special education staff 
 
50% 45% 5%  
19. Additional support for students with special needs 95% 5%   
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Table 2 
Teacher Ranked Supports for Inclusion (n = 20) 
 
 
Supports for inclusion  
 
Total Points 
 
No. of Teachers 
 
1.  Reduction in class size 
 
51 
 
14 
2.  Assistance with adapting curriculum 33 12 
3.  Additional support for special needs students 32 10 
4.  Additional teacher assistant time 28 8 
5.  Increased teaching staff 27 8 
6.  Training in individualization of instruction 25 9 
7. Training in a consultation/collaboration model 24 6 
8.  Additional planning time 24 7 
9.  Training for teacher assistant staff 14 6 
10. Team teaching with special education staff 9 4 
11. Reduction in paper work 8 2 
12. Increased provincial funding 7 3 
13. Reduction of duty time 5 2 
14. Additional credits towards certification 5 3 
15. Assistance in evaluating effectiveness of inclusion for all students 4 3 
16. Staff incentives to further education 2 1 
17. Ability to provide teachers with incentives 0 0 
18. Financial rewards to schools 0 0 
19. Financial rewards to teachers 0 0 
Note: Maximum score for ranked support is 100 points.  
 
 
Interview Data  
 
Comments from the interviews elaborated on the survey results and included (a) curricu-
lum adaptations, ―Finding material that would reach [the student who has a disability] level…to 
provide them with something that makes them feel good and successful. That’s the hardest 
part…,‖ ―This little boy can’t function at the grade three level in any area. The math program, 
I’ve developed myself. I’ve taken math material from any source I can get,‖ and ―It shouldn’t be 
up to these teachers to go and find help because you don’t have to for the 20 some other students 
Horne, Timmons, & Adamowycz 
 
89     Exceptionality Education Canada, 2008, Vol. 18, No. 3 
that you have…;‖ (b) additional support for students, ―We had to work hard at getting the sup-
port‖ and ―I needed a teacher assistant because, many times, this little boy had to be physically 
removed from the classroom. He would throw chairs, tables, books, or whatever;‖ and (c) addi-
tional teacher assistant time, ―This little guy should have someone the whole day, from early 
morning to home time. I don’t believe in a policy that gets TAs for behaviour problems and not 
for children with learning problems.‖ One teacher stated a positive aspect about having a teacher 
assistant: 
 
…just peace of mind that there was someone else there—an extra set of adult eyes and hands in 
the school. One little boy won’t talk because people can not understand him. He actually vomited 
one day, and, rather than telling the teacher, he sat and worked in his own vomit until she noticed. 
 
 
Summary of Results 
 
For the purpose of examining teacher supports, commonalities from the survey questions 
were grouped together to allow for similar themes to emerge. The main thematic groupings were 
substantiated by the interview comments. The three main groupings that emerged were numbers 
in class size/staff, curriculum adaptation, and training. The ranked survey items dealing with ma-
nageable numbers to enhance teaching included reduced class size, additional teaching staff, 
additional teacher assistant time, and team teaching. Ranked survey items dealing with curricu-
lum involved curriculum adaptation and additional planning time. Ranked survey items dealing 
with training included additional supports for students, training in individualized instruction, 
training in collaboration model, and training for teacher assistant staff. Therefore, the three clus-
ters of supports that appear to be of most relevance to participants are referred to as teacher–
student ratio, curriculum adaptation, and training.  
 
 
Discussion 
 
This research explored the supports elementary teachers identified as necessary to meet 
the needs of all students in their inclusive classrooms. The results are discussed in terms of the 
identified top three groupings—teacher–student ratio, curriculum adaptation, and training—with 
links made to previous findings from literature.  
In this PEI study, a reduction in class size or a change in pupil–teacher ratio was ranked 
as most important for inclusion and rated as important by 20% and very important by 80% of the 
teachers surveyed. A related result showed the support of increased teaching staff was rated as 
important by 30% of the teachers surveyed and as very important by 65% of the participants. In-
creased teaching staff was ranked as the fifth most important incentive for inclusion by the 
teachers surveyed. These ranking results are consistent with other researchers. A study by Werts, 
Wolery, Synder, Caldwell, and Salisbury (1996) indicated that 81.8% of surveyed teachers (with 
students with special needs) reported the need to have a reduced class size. Likewise, Pearman et 
al. (1997) found that 98% of teachers surveyed indicated a reduction in class size or a change in 
pupil/teacher ratio as an important or very important factor, and 96% of respondents indicated 
that increased teaching staff was important or very important.  
In the present study, teachers indicated that reduced class size, additional teachers, and 
additional time with teaching assistants would serve as strong incentives for inclusive practice. 
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Through interview comments and survey rankings it appears that the teachers found the task of 
meeting the needs of all students in large numbers to be challenging. Most students with special 
needs require additional adjustment during the teaching period, and this adjustment can take time 
away from meeting curriculum outcomes. In considering the support of pupil–teacher ratios, po-
licymakers may want to refer to Norrell’s study (1997) where it was suggested that the number 
of special education students be limited to three per class. The highly ranked support for team 
teaching may also be a method to aid in classroom ratios. Balancing the number of students, 
teachers, and teaching assistants in a way that provides the most effective inclusive practices ap-
pears to be a support that requires consideration in inclusionary practices in this province.   
The second grouping of supports concerns the issue of curriculum adaptation and plan-
ning time. For effective inclusion practices to occur, it is helpful when the determination of 
curriculum adaptation, modification, or simple supports is clarified for the teacher. In this PEI 
study, assistance with adapting curriculum for students with special needs was ranked as impor-
tant by 25% and very important by 75% of the teachers. Further, support for planning time was 
rated as important or very important by 90-95 % of the teachers surveyed. Effective curriculum 
planning takes time—time to meet with the parents and professionals to create an appropriate 
program. As one interviewed teacher stated,  
 
Time is a big factor. We try to run in during the morning before school, but are just 
rushed…there’s not a lot of time for sitting down and getting together to share ideas, but it is real-
ly helpful if opportunity allows. 
 
Previous studies indicated the same concern. A study by Pearman et al. (1997) reported that 92% 
of teacher respondents were concerned or very concerned about enough planning time for curri-
culum. Similarly, Lipsky and Gartner (1998) concluded that school staff must have time to work 
together to plan effectively. The PEI interviews corroborate the above findings, in that adequate 
planning time is needed to effectively implement the supports available. As quoted previously, 
interviewed teachers expressed concern over the need to adapt curriculum as well as lacking re-
sources and time to provide a consistent effort in this process. The PEI survey suggests that 
regular classroom teachers may not have the time or expertise to provide adequate curriculum 
adaptation, and therefore more support is required in this area.  
Training was the third issue identified as a needed teacher support. The ranked impor-
tance for more support in training was broad, ranging from teacher training in inclusion to 
training for teacher assistants to individualized instruction training. This study indicated that 
training in the consultation/collaboration model, individualized instruction, certification for staff, 
and additional in-service training were rated as important or very important by 90% of the teach-
ers surveyed. Other studies concluded similar findings. Pearman et al. (1997) found that 91% of 
the respondents in their study indicated that additional paraprofessional time was important or 
very important. Further, Synder (1999) found that 87.5% of elementary teachers in the study had 
received no in-service (i.e., teacher training) in working with students with special needs, while 
Singh (2002) stressed the need to have knowledge development programs for effective inclusive 
classrooms. A study by Turner (2003) revealed that teachers require additional training in me-
thods of instruction to meet the needs of all students effectively. These include specialized 
training in specific disabilities and training in areas of challenge represented by students in their 
classes. Turner also noted that in many other professions, training is provided at no expense dur-
ing regular working hours, yet, all too often teachers are expected to pay for their own training 
on their own time. In this study, PEI teachers voiced a need for support in various training areas 
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to teach in the inclusive classroom.  
Elementary teachers in inclusive classrooms in PEI require supports similar to teachers 
across the continent. The main supports voiced by teachers include a manageable class size, as-
sistance with curriculum adaptations, and additional avenues for training. In order for effective 
inclusion to occur, certain supports need to be implemented for teachers and staff, as well as the 
students in the elementary education system.  
 
 
Conclusion 
 
This study reveals that elementary teachers in PEI consider certain supports as a requisite 
when planning an inclusive classroom: class size, curriculum and planning time, training, and 
other incentives. The supports raised by PEI teachers coincide with research conducted else-
where. Concerns for teacher supports need to be addressed by various stakeholders, including 
teachers, parents, school boards, the Department of Education, and teacher-training programs. It 
is through research, discussion, and legislation that specific concerns about inclusion in the class-
room might be addressed (Howard 2004). Various recommendations may be considered: (1) 
limiting the total number of students with special needs in an inclusive classroom; (2) imple-
menting a team teaching approach; (3) educating the community at large about the benefits of 
inclusion to secure necessary supports from government funding and acknowledging the prin-
ciples of inclusion; and (4) providing further training and/or orientation, team teaching, and other 
teaching methods. Policy makers may consider these recommendations. In addition, policy mak-
ers may formulate ways to establish policies that ensure available materials and human resources 
are indeed implemented. This may come in the form of routine reviews and evaluations about 
teacher supports for inclusive practices. 
The supports identified in this study, such as training, manageable class size, teacher as-
sistant support, and planning time, are necessary to create effective learning environments for all 
students and teachers in PEI. These supports not only need to be in place, but also reviewed and 
evaluated for effectiveness. In light of PEI’s continued transition in Special Education services, 
such localized studies provide insight into specific activities and actions. Teachers, parents, 
school boards, government, and teacher-training programs require continued collaboration and 
discussion to ensure inclusion is successful for all students.  
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Appendix  
SEAS Inclusion Survey  
 
What do you think would provide an incentive for you, your school, or school board to effectively include all 
special needs students in the classroom? Please indicate your perception of the importance of each item by 
circling the appropriate response.   
 
4 – very important 
3 – important 
2 – not very important 
1 – not at all important 
 
1. Financial rewards to teachers for effectively including all students       
2. Financial rewards to schools for effectively including all students                           
3. Ability to provide teachers with incentives to include all students                                               
4. Training for all school staff to work in a consultation/collaboration model                               
5. Increased provincial funding as recognition for effective inclusion of students                          
6. Incentives for staff to further their education     
7. Additional planning time for cooperative teaching staff     
8. Additional inservice or credits towards certification    
9. Reduction in paper work       
10. Reduction of duty time for staff effectively including all students                                       
11. Additional teacher assistant time for staff who effectively include all students                       
12. Increased teaching staff       
13. Assistance with adapting curriculum for special needs students   
14. Training for teacher assistant staff to work with all students   
15. Training for all school staff in the individualization of instruction for all students   
16. Assistance in evaluating the effectiveness of inclusion for all students  
17. Reduction in class size or change in pupil/teacher ratios   
18. Team teaching with special education staff   
19. Additional support for special needs students    
 
20. From the list above, please choose the five items that would provide the most incentive to include all students in 
your school or school board. Place the numbers of the five items in the spaces below with 1 being the most impor-
tant and 5 of lesser importance.  (example 1.      10      2.     3       3.     17     etc.)  
 
1.              2.              3.              4.              5.______   
 
The following questions ask about your attitudes and opinions concerning the inclusion of all students into the 
regular classroom in your school. There are no right or wrong answers—only your attitudes, beliefs, and opi-
nions which are very important. Please indicate your level of agreement or disagreement with each statement 
by circling the response that corresponds with your beliefs. 
 
4 – strongly agree 
3 – agree 
2 – disagree 
1 – strongly disagree     
 
1. I believe that inclusion is the best way to meet the needs of all students                              
2. Inclusion of most special needs students can cause more problems than it can solve    
3. Parents of students in my school are willing to accept the philosophy of including all students 
4. My school board supports efforts at including all students into the classroom 
5. Regular education staff in this school want special needs students to fully belong in the regular classroom 
6. Diversity within the classroom enriches the learning environment  
7. The leadership of the principal is necessary for inclusion of special needs students to work well 
Identified Teacher Supports 
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8. Principals enable regular and special education staff to communicate and cooperate with each other 
9. There is support for inclusion from the Department of Education   
10. Inclusion of special needs students into the regular classroom has created tension in my school 
11. Staff at my school are resisting including special needs students in the regular classroom 
12. Special education staff in this school want their students to be fully included in the regular classroom 
13. My principal provides the support needed by regular education staff in including special needs students  
14. I feel that I need training to assist in including special needs students in this school effectively 
15. I believe that inclusion of special needs students will work well within this school 
16. School staff are adequately prepared to meet the needs of special needs students and all students 
17. Inclusion of special needs students is dependent entirely upon the teachers or staff involved 
18. The inclusion of special needs students is detrimental to the education of other students 
19. Students in this school accept special needs in their classroom   
20. I feel that including special needs students in the regular classroom creates too much additional work for the 
staff 
21. As a result of inclusion, parents will be more satisfied with their child’s education 
22. Regular and special education staff are provided time to cooperatively plan instruction 
 
The move towards inclusion of all students into the regular classroom may create worries or concerns on the 
part of all staff. Please circle the level of concern about the following items. 
 
4 – very concerned 
3 – concerned 
2 – not very concerned 
1 – not at all concerned 
 
1. That there will not be enough time to meet the educational needs of all students 
2. About instructing a variety of students in one class    
3. Class standards will change with a variety of students in the class 
4. Staff have not been trained to work with a variety of students in the classroom  
5. All students will not be adequately challenged                     
6. That maintaining discipline will be difficult   
7. Staff have not been trained to manage a class of diverse  
8. Staff will not be able to individualize instruction for a diverse classroom population 
9. About evaluating the work of diverse students in the classroom   
10. About being able to work cooperatively with others    
11. That there will not be enough planning time     
12. That there will not be ongoing training and assistance for staff   
13. Additional paper work     
14. Student attitudes about inclusion of all students    
15. The ability to evaluate inclusion programs and measure  
16. Staff ownership of students      
17. Additional meeting time (parents, IEP, etc.)    
18. Parents will not understand the reasons for inclusion    
19. All students will not be accepting of special needs students  
   
20. The primary motivating force behind the inclusion of all students in this school is: 
 
     (Please rank order all that apply in their order of importance with 1 being the most important.)  
 
              Parents                           Board philosophy 
              Federal and Provincial law                               Teacher willingness to include students 
              Student needs                                                     School philosophy 
              Being on the cutting edge of education              
              Other (Please specify) 
